The aim of this study was to examine the reciprocal relations between discrete emotions that teachers typically experience while teaching and interacting with students The results highlight the importance of taking a discrete approach to emotions and triadic approach to emotional labour when examining their reciprocal relations and may have important practical implications in promoting teachers' emotional well-being.
| INTRODUCTION
In spite of a relatively long period of neglect, over the last few decades, research on affect and emotions in work settings has become an important area of inquiry. Emotions have been recognized as determining factors of organizational attitudes and behaviour (Ashforth & Humphrey, 1995; Elfenbein, 2008) and acknowledged to emerge in a frequent and wide range of positive and negative experiences. For example, employees may often experience emotions such as pride, fulfilment, excitement, affection, joy, anger, guilt, envy, disappointment, fatigue, and indignation (Lazarus & Cohen-Charash, 2001 ). Even though common, not all emotions are desirable to be experienced and/or openly expressed at work, because many jobs, especially in the service sector, involve experiencing and showing certain emotions and suppressing others. For example, employees who work in retail or direct service roles (e.g., salespersons, flight attendants, and nurses) are expected to display positive emotions, such as affection and friendliness, and to minimize negative ones, such as irritation and indignation. Thus, in order to deliberately manage emotional display as part of the work role, employees have to perform emotional labour (Grandey, 2000) . In general, emotional labour can be defined as a process in which employees regulate the internal and expressive components of their emotions in accordance with the emotional-display rules of their profession (Grandey, 2000; Hochschild, 1983) .
Teaching is considered to be one such profession, marked by experiencing a wide variety of emotions while teaching and interacting with students, which often need to be managed by means of emotional labour. Teachers' emotions are recognized as an integral part of their professional lives, impacting instruction, student behaviour, and outcomes (Frenzel, 2014; Hagenauer & Volet, 2014; Sutton & Wheatley, 2003) as well as teacher well-being, burnout, and dropout from the profession (Chang, 2009; Keller, Chang, Becker, Goetz, & Frenzel, 2014) . As in other service roles, the experience and expression of emotions while teaching and interacting with students are guided by certain emotional-display rules. Studies have shown that teachers tend to express or up-regulate positive emotions and suppress or down-regulate negative emotions (Sutton, MudreyCamino, & Knight, 2009; Zembylas, 2003) . For example, teachers are expected to experience and display positive emotions, such as enthusiasm for the topic that is being taught, and to avoid, suppress, or hide negative emotions, such as anxiety or despair when confronted with an extremely badly behaved student. Teachers are also expected to keep their emotional experiences at a moderate level of intensity, that is, to avoid expressing emotions that are too strong (Winograd, 2003; Yin & Lee, 2012) .
It is believed that these emotional-display rules stem from normative beliefs and cultural expectations held about the teaching profession (Hochschild, 1983; Winograd, 2003) , and they are often seen by teachers as discretionary, nonobligatory, and voluntary role elements (Oplatka, 2007) . Because teachers' genuine or naturally felt emotions do not always have to match those that are "prescribed" by emotional-display rules and expressing such emotions may be seen as unprofessional or undesirable, teachers often need to perform emotional labour to align the experience and expression of their emotions with those that are desirable within the teaching context. However, it should be noted that in many situations, teachers would actually freely express their naturally felt emotions (e.g., Yin, 2016) , and sometimes, they would engage in faking negative emotions (e.g., pretending to be angry and disappointed in order to discipline a misbehaved student) or hiding positive emotions (e.g., hiding thrill and excitement evoked by students' success to maintain order in the classroom). Therefore, unlike most of the employees in service sector, teachers engage in emotional labour not just to align with the prescribed emotionaldisplay rules but also because they see such efforts as instrumental in reaching their teaching goals and positive learning outcomes (Sutton et al., 2009) . Finally, the construct of emotional labour is not only relevant when considering teacher behaviour in classroom but has also been recognized as an important factor in explaining various aspects of teacher well-being, such as emotional exhaustion, burnout, and teaching satisfaction, making it worth of investigation (e.g., Kinman, Wray, & Strange, 2011; Näring, Vlerick, & Van de Ven, 2012; Yin, Huang, & Wang, 2016; Yin, Lee, Jin, & Zhang, 2013b) .
Even though the emotions and emotional labour of teachers, as well as of other professionals, are obviously inseparably linked, these two constructs have rarely been studied jointly. This is especially true in respect of the establishment of causal ordering between emotions and emotional labour. Although some scholars propose that emotions should be treated as antecedents of emotional labour (e.g., Rupp & Spencer, 2006; Totterdell & Holman, 2003) , others propose that emotions are more likely outcomes of emotional-labour strategies (Judge, Woolf, Hurst, & Livingston, 2009; Wagner, Barnes, & Scott, 2013) .
Regardless of the direction of causal ordering between the two constructs, investigation of this issue may have significant practical implications for the protection of employees' emotional well-being. For instance, if a certain strategy of emotional labour is likely to result in the experience of pleasant and beneficial emotions in the workplace, then its implementation should be stimulated and promoted. Also, if it is known that the experience of a certain emotion will likely result in less desirable emotional-labour strategies that may be harmful to one's well-being, then efforts should be invested in engaging in alternative and more beneficial forms of emotion regulation. Finally, as Grandey and Gabriel (2015) recently emphasized, emotions should be included as part of a dynamic process of emotional labour, and more attention should be given to the reciprocal and unfolding relation between emotions and emotional labour. Thus, in an attempt to fill this knowledge gap, a study based on a two-wave panel design was conducted on a sample of teachers, aiming at more thorough examination of the reciprocal relationships between emotions and emotional-labour strategies.
| EMOTIONS
According to the multicomponent definition, emotion consists of subjective, cognitive, physiological, motivational, and expressive components (Scherer, 2009) . For instance, an angry person may feel upset, ponder on an event that provoked anger, experience an increase in heart rate, have an urge to yell at someone, and exhibit angry facial expression. Generally, emotions are seen as relatively short and intense episodes that undergo constant modification in accordance with rapid changes in stimuli (Scherer, 2005) . As such, emotions are defined as momentarily occurring states that are strongly influenced by situational factors (Eid, Schneider, & Schwenkmezger, 1999) . However, they can also be conceptualized as traits, or as more stable individual differences in the usual frequency with which they are experienced in everyday life (Rosenberg, 1998; Wood, Maltby, Stewart, & Joseph, 2008) . Trait emotions are habitual experiences or repeatedly occurring emotions that are evoked in specific situations and that reflect individual tendencies to experience a certain emotion (Bieg, 2013) . As opposed to state emotions, trait emotions have greater stability, because they encompass repeatedly experienced emotions over an extended period of time. Also, trait emotions can easily be accessed retrospectively via self-report by asking participants how they generally or typically feel in a given situation (Bieg, 2013) .
When studying emotional experiences in the workplace, it is also useful to differentiate between dimensional and discrete approaches.
The dimensional approach is directed towards establishing a small number of dimensions, such as valence and arousal, that can explain variations in emotional experiences (Tellegen, Watson, & Clark, 1999) , whereas the discrete approach aims at classifying emotions into a number of discrete categories, which can be differentiated according to their subjective phenomenology, underlying specific appraisal patterns, associated behaviour, and physiological responses (Lench, Flores, & Bench, 2011) . Even though extensively studied, a dimensional approach to emotions in the workplace (e.g., positive vs. negative affect) may fail to capture distinctive relations between different discrete emotions and their antecedents and outcomes (Hu & Kaplan, 2014) . Therefore, in this study, a discrete approach was taken in order to investigate potentially differentiated relationships between various emotional-labour strategies and distinct emotions.
It is well known that teachers experience a wide range of discrete emotions of various intensity and quality while teaching and interacting with students. Teachers often report experiencing positive emotions such as joy, love, excitement, and pride, as well as negative emotions such as anger, frustration, anxiety, and hopelessness (Sutton & Wheatley, 2003) . There are many situations in the classroom that trigger teachers' emotions. For example, teachers may feel joy and pride when students are motivated and show progress. Or they may feel sad and disappointed when students have failed in spite of all the effort they have invested. In addition, teachers may feel anger at the moment when a group of students violates classroom rules, or they may have an individual disposition to react typically with anger when faced with challenges of disruptive student behaviour. In this study, teachers' discrete emotions were conceptualized as traits, that is, as emotions towards students that are typically and generally experienced while teaching and interacting with them. Trait assessments are generally found to be more predictive of future behaviour and choices (Hsee & Hastie, 2006; Levine, Lench, & Safer, 2009 ). In addition, it was proposed that teachers' trait emotions, in comparison with their more unstable state counterparts, have greater explanatory power in understanding teachers' long-term professional development, as well as their burnout levels and health (Carson, 2006; Frenzel et al., 2016) . Therefore, assessing teachers' trait emotions and their relations with emotional-labour strategies seemed to be a valid approach.
In total, four discrete teacher emotions, namely, joy, love, anger, and hopelessness, were under investigation. The selection of emotions was based on their frequency in the teaching context, as well as on its relevance in explaining various important outcomes. For instance, many studies show that joy and anger are the most salient and prominent of teachers' emotions relating to instructional behaviour, relationships with students, and teacher well-being (Carson, 2006; Chang, 2009; Frenzel, 2014; Keller, Frenzel, Goetz, Pekrun, & Hensley, 2014; Sutton & Wheatley, 2003) . Next, love and caring are often discussed in the literature on teachers' emotions (Hargreaves, 1998; Nias, 1996; Woods & Jeffrey, 1996) , because such emotional experiences are considered to be constituent and major parts of good teaching (Isenbarger & Zembylas, 2006) . Finally, hopelessness is an emotion that arises due to the restrictions in teachers' sense of professional efficacy in situations and outcomes that are beyond teachers' control (Kelchtermans, 2011) and, as such, may have a significant and detrimental role in developing burnout symptoms and impairing their mental health. For instance, studies show that feelings of hopelessness and helplessness are found in individuals with both burnout and depression (Bianchi, Schonfeld, & Laurent, 2015; Scahufeli & Buunk, 2003) .
| EMOTIONAL LABOUR
To deliberately manage emotional display as part of the work role (Ashforth & Humphrey, 1993; Grandey, 2000) , employees can typically engage in two forms of emotional labour: deep acting, or management of internal feelings in order to consequently modify an observable expression, and surface acting, or direct modification of observable expression by faking or hiding true emotions (Brotheridge & Grandey, 2002; Hochschild, 1983) . When employees engage in deep acting, they really try to feel and experience emotions that are desirable, which is accomplished by purposeful engagement in thoughts and activities that help foster those emotions (Humphrey, Ashforth, & Diefendorff, 2015) . In contrast, when employees perform surface acting, they do not actually try to experience emotions that are desirable and need to be displayed. Instead, they try to suppress their real feelings and fake the required emotional display (Humphrey et al., 2015) . Even though surface acting is assessed mostly by items that refer to both suppressing emotional display and faking emotions (e.g., Brotheridge & Lee, 2003; Yin, 2016) , research has pointed to the usefulness of treating these as separate, but related, components.
For example, previous studies show that hiding feelings and faking emotions have distinct associations with positive and negative emotions (Grandey, 2000; Lee & Brotheridge, 2011) , as well as with wellbeing (Lee, Lovell, & Brotheridge, 2010) . Thus, in this study, a triadic approach to emotional labour was implemented: That is, emotional labour was operationalized by three dimensions: deep acting, hiding feelings, and faking emotions.
When it comes to teachers, it is reasonable to assume that they engage in all these forms of emotional labour. For instance, in order to give rise to the desirable emotion of enthusiasm, teachers may perform deep acting by recalling past events when they felt enthusiastic, which could consequently intensify feelings of enthusiasm and joy while teaching. Alternatively, they may just fake their enthusiasm by displaying enthusiastic behaviour without changing their subjective feelings. Finally, sometimes, they would engage in suppressing or hiding feelings that are seen as inappropriate in the teaching profession, such as fear of a badly behaved and aggressive student.
| RECIPROCAL RELATIONS BETWEEN EMOTIONS AND EMOTIONAL LABOUR
As already mentioned, emotions and emotional-labour strategies are closely related to each other. It has been acknowledged that differences in trait affective dispositions are important antecedents of emotional labour (Kammeyer-Mueller et al., 2013; Schaubroeck & Jones, 2000; Weiss & Cropanzano, 1996) , because affectivity determines the way individuals regulate their emotions (Bono & Vey, 2005; Brotheridge & Grandey, 2002) . More precisely, individuals who are high in trait positive affectivity, that is, have a tendency to be frequently energetic, active, alert, and enthusiastic and tend to engage in deep acting more frequently (Diefendorff, Croyle, & Gosserand, 2005; Kammeyer-Mueller et al., 2013) , whereas individuals high in trait negative affectivity, that is, have a tendency to experience frequent negative emotions such as anxiety, disgust, guilt, and fear and are more likely to suppress and fake their emotions, that is, to perform surface acting (Kammeyer-Mueller et al., 2013) . It should be noted that the dispositional affectivity is probably more important when predicting surface acting than in the prediction of deep acting (Brotheridge & Grandey, 2002; Dahling & Perez, 2010) .
Performing a certain strategy of emotional labour also results in a certain emotion. By extrapolating from Gross's (1998) model of emotion regulation, Grandey (2000) considers surface acting to be a form of response-focused emotion regulation (i.e., suppression), where emotion is managed after it has already been elicited implying that both surface acting and suppression focus on modifying expressions of emotions that are actually experienced. Deep acting is considered as antecedent-focused emotion regulation (i.e., cognitive reappraisal), where emotion is managed before it has emerged, that is, both deep acting and reappraisal focus on modifying internal feelings by reappraising the situation. Surface acting is usually implemented in conjunction with the occurrence of negative emotions (which need to be suppressed), and it only alters an outward emotional display (i.e., facial and bodily expression) while leaving the felt emotion intact.
In other words, an individual still feels the original emotion, even though it has been masked or suppressed. Moreover, it seems that negative feelings may actually worsen as a result of surface acting, because it stimulates individuals to think about the eliciting situations even more, which in turn intensifies negative emotion (Scott & Barnes, 2011; Wegner, 1994) . In contrast, deep acting actually evokes or changes the inner emotional state by transforming negative emotions into positive ones, which further consequently increases positive affect (Hülsheger & Schewe, 2011) .
Based on these theoretical propositions and empirical findings, it can be expected that teachers' emotions and emotional-labour strategies would be reciprocally related to each other. Teachers who typically experience more joy and love while teaching and interacting with their students, that is, who have greater tendency generally to experience positive emotions, would engage in deep acting more often in order to regulate their emotions. In contrast, teachers who typically experience more anger and hopelessness, that is, who have a greater tendency generally to experience negative emotions, would more often try to suppress and hide them from their students, as well as to fake substituent and more desirable emotions. Moreover, teachers' engaging in a certain emotional-labour strategy would predict their subsequent discrete emotions. Teachers who more frequently use deep acting to regulate their emotions would, as a consequence, generally experience more joy and love in relation to teaching and their students. However, those teachers who more frequently hide their true feelings, or fake them, would typically end up with even higher levels of negative emotions of anger and hopelessness.
| RESEARCH AIM
The aim of this study is to test the reciprocal relations between teachers' emotions of joy, love, anger, and hopelessness, and the emo- However, because the initial sample was quite large, missing data in the second time point were compensated for by a full-information maximum-likelihood procedure (Byrne, 2001) , which enabled the main analysis to be performed on the initial sample of teachers.
Of the initial sample, 584 (28%) teachers taught students aged 6 to 10 (elementary level), 730 (36%) of them taught students aged 11 to 15 (middle school), 536 (27%) taught students aged 15 to 19 (high school), and 172 (8%) teachers taught students at both middle and high school levels. Next, 307 (15%) declared themselves as male, and 1,659 (82%) as female, and 56 (3%) of them did not indicate their gender. Of the reduced sample, 341 (33%) of them taught at elementary level, 409 (40%) taught at middle school level, 194 (19%) taught at high school level, and 83 (8%) of them taught students at both middle and high school levels. Regarding the gender structure of the reduced sample, 125 (12%) of teachers declared themselves as male, 872 (85%) as female and, 30 (3%) of them did not provide this information.
Nonresponse analysis through independent t-tests revealed that teachers who participated in the study at both time points had somewhat higher levels of hopelessness, t(2020) = −2.39, p < 0.05, p > 0.01, and lower levels of love, t(2020) = 2.52, p < 0.05, p > 0.01, than teachers who participated only at Time 1. However, these effects, even though significant due to good statistical power, were actually really small (Cohen's d 0.10 and 0.11, respectively) and unlikely to bias our results. Moreover, there were no significant differences on the basis of other variables.
Finally, it is important to note that the participation in this study was voluntary and anonymous, and teachers' responses across the two time points were matched by specially created codes in order to preserve anonymity. Data were collected via postal service and with the assistance of school psychologists: Questionnaires, each in its own envelope, were sent to schools, distributed to the teachers, and returned 2 weeks later.
| Instruments
Teachers' discrete trait emotions, namely, joy, love, anger, and Emotional labour was measured by the Emotional Labour Scale (Brotheridge & Lee, 2003; , which was revised by its authors to assess three different strategies of emotional labour, namely, deep acting, hiding feelings, and faking emotions. Each strategy was assessed by three items. Teachers rated how often, on an average working day in the classroom and while interacting with their students, they behave in the specified way (e.g., "try to make an effort to actually feel the emotions that I must show" indicating deep acting) using the 5-point rating scale: 1 = never, 2 = rarely, 3 = sometimes, 4 = often, and 5 = always. Number of items per scale, sample items, and reliability coefficients of all measures at both measurement points are presented in Table 1 .
| ANALYSIS
The analysis was conducted in several steps. First, bivariate correlations of gender and working experience (in years) with the study variables, as well as bivariate correlations between the study variables, were calculated. Second, a measurement model was constructed that specifies seven latent variables-namely, joy, love, anger, hopelessness, deep acting, hiding feelings, and faking emotions-at each time point. The items of each scale served as indicators of their respective latent variables. Third, measurement invariance of the specified model over time was tested to establish its configural, metric, and scalar invariance. Finally, to test the study hypotheses, cross-lagged structural-equation modelling was conducted. Four models that take measurement invariance over time into account were specified and consequently tested: (a) stability model (includes autoregressive effects over time of each latent variable), (b) causal model (besides autoregressive paths, also includes direct effects from emotions to emotional-labour strategies), (c) reverse-causation model (besides autoregressive paths, also includes direct effects from emotionallabour strategies to emotions), and (d) reciprocal model (a combination of the causal and reverse-causation models). These models are depicted in Figure 1 . It is important to add that correlations between the same manifest variables measured at different time points were also specified, as well as the correlations between variables assessed within the same time point.
All the models were tested using the Mplus 6.1 software (Muthén & Muthén, 1998 between two compared models are smaller than these cut-off values, a more restricted model is preferable).
| RESULTS
The correlation analysis showed that female teachers reported slightly ever, because most of these effects were small to medium and in order to keep the models to be tested more parsimonious, the variables of gender and working experience were excluded from the main analysis. Note. n = number of items per scale.
Furthermore, as can be seen from Table 2 The results also showed that emotional-labour strategies are antecedents of teachers' emotions. Teachers who reported more frequent use of deep acting at the first time point experienced higher levels of joy on subsequent assessment (β = 0.10, p < 0.01). Finally, teachers who reported a higher frequency of hiding their feelings at the first time point also reported higher levels of hopelessness 6 months later (β = 0.17, p < 0.01). Even though some of the effects were small, these results imply that these teachers' emotions and emotional-labour strategies might be reciprocally related to each other.
| DISCUSSION
The aim of this study was to test the reciprocal relations between teachers' discrete trait emotions and emotional-labour strategies by implementing a two-wave panel design with a time lag of approximately 6 months. It was hypothesized that emotions and emotional labour would be reciprocally related to each other over time, and the results obtained generally provide empirical evidence in favour of this assumption.
The emotion of love had a positive effect on deep acting over the period of 6 months. Because caring is at the heart of the teaching profession (Hargreaves, 1998; Isenbarger & Zembylas, 2006) , it is not surprising that teachers who care for and love their students are more likely to engage in a rather cognitively demanding strategy of emotion regulation-that is, deep acting-in order to up-regulate emotions that are desirable while teaching and interacting with students. Caring and loving teachers probably have more positive attitudes towards teaching and students and therefore are more tolerant and forgiving of students' failure and misbehaviour. These teachers are more ready to reappraise and re-evaluate different classroom situations in order to evoke, maintain, or increase positive feelings towards teaching and students. However, negative emotion of teacher anger had positive effects on both forms of surface acting. Teachers who typically experience higher levels of anger also tend to hide their feelings more frequently from their students. This effect is expected, because teachers often need to down-regulate their negative emotions in order to comply with the emotional-display rules of the teaching profession Note. Values presented in italics are non-significant (p > 0.05). Values greater than 0.08 are statistically significant at p < 0.01. (Sutton et al., 2009; Zembylas, 2003) , and hiding feelings, or suppression, can be considered as rather approachable strategy to use to down-regulate negative and undesirable emotion like anger. Moreover, anger also leads to faking emotions indicating that such negative emotion has to be not only hidden but also substituted by a more desirable one. In general, effects from emotions to emotional-labour strategies also support theoretical propositions and previous empirical evidence according to which differences in trait affective dispositions are important determinants of emotional labour (Bono & Vey, 2005; Diefendorff et al., 2005; Kammeyer-Mueller et al., 2013; Lee & Brotheridge, 2011; Schaubroeck & Jones, 2000; Weiss & Cropanzano, 1996) . The results are also in line with an experience-sampling study conducted on teachers, which revealed that teachers' emotions are important predictors of emotional labour at both intraindividual and interindividual levels of analysis (Keller, Chang, Becker, Goetz, & Frenzel, 2014) .
It is interesting that the cross-lagged effects found were somewhat stronger in the link between anger and surface acting than in the link between love and deep acting. It seems that experiencing a higher intensity of negative emotions makes teachers especially prone to rely on surface acting. Due to its potentially adverse and undesirable nature, the urge to regulate negative emotions (which is achieved through surface acting) is probably much stronger than the urge to Cross-lagged effects from emotional-labour strategies to teachers' emotions were also established. Deep acting had a positive effect on teacher joy. This result is expected, because relying on deep acting (e.g., by reappraising the emotional events) may actually increase or intensify positive emotions (Hülsheger & Schewe, 2011) . In contrast, hiding feelings had a positive effect on hopelessness. When teachers experience negative emotions that are seen as undesirable while teaching, such as hopelessness, they try to suppress the outward expression of such emotions. However, internal, subjective, and unpleasant feelings remain the same or even become more intense, hence the positive effect of hiding feelings on hopelessness. These findings are in line with the hypothesis and previous research (Hülsheger & Schewe, 2011; Scott & Barnes, 2011) .
Regarding the reciprocal effects between teachers' emotions and emotional labour, three additional points should be stressed. First, faking emotions, as a facet of surface acting, failed to predict anger and hopelessness, indicating that disentangling the two forms of surface acting, as well as taking a discrete approach to the assessment of emotions, may be useful. As previously emphasized, teachers perform emotional labour in order to act professionally and to achieve teaching goals they have set (Hagenauer & Volet, 2014; Oplatka, 2007; Sutton, 2004) . Thus, teachers may see faking emotions as desirable behaviour that makes them better teachers, which does not necessarily result in consequent experience of negative emotions. Second, the effects from emotional labour to teachers' emotions were somewhat smaller than those from emotions to emotional labour, indicating that teachers' trait (Pekrun, 2006) that can activate teachers to regulate it by suppressing angry expressions and faking a more desirable substitute emotion. On the opposite, hopelessness is a deactivating emotion that generally affects negatively any kind of cognitive performance (Pekrun, 2006) and can make teachers to feel drained, disengaged, and unready to engage in any kind of emotional labour strategy.
This study has several limitations that should be mentioned in order to comprehend its results more accurately. First, even though panel design, which controls the baseline levels of the study variables, was implemented and, consequently, the effect of common-method bias was reduced (Podsakoff, MacKenzie, Lee, & Podsakoff, 2003) , all variables were assessed by the same method, namely, self-report, making the effects obtained somewhat inflated. Second, in spite of the fact that panel designs and the examination of cross-lagged effects give insight into the causal relations between the constructs examined, strictly speaking, causation still cannot be proven. Moreover, many cross-lagged parameters reported in the literature do not really reflect studied causal mechanism at within-person level if time-invariant traits are present in the model because they are confounded by the relationship that exists at the between-person level (Hamaker, Kuiper, & Grasman, 2015) . Next, this study was conducted on a convenience sample of teachers who voluntarily participated in the study.
As such, this sample is certainly biased to some extent, because there is no available information on teachers who declined to enrol. Moreover, based on the descriptive data, that is, higher mean values on the scales of positive emotions and deep acting, and lower mean values on the scales of negative emotions and surface acting, it could be assumed that well-adapted teachers dominated in the sample. Such a biased sample typically leads to range restriction and smaller effects.
Finally, even though participation in this study was anonymous and teachers were assured that their data would be treated with strict confidentiality, teachers could still have given socially desirable answers.
This assumption may again find confirmation in the relatively higher mean values of "desirable" variables (e.g., joy and love) and lower mean values of "undesirable" variables (e.g., anger and faking emotions).
Future studies should try to avoid these disadvantages by expanding the examination to include other research methods. For instance, implementation of qualitative methods could provide a more in-depth look into the close relationship between emotion and emotional labour (e.g., which discrete emotions teachers actually fake or hide). Also, diary studies and experience-sampling method could be useful in the investigation of the relationship between teachers' emotions and emotional labour at both intraindividual and interindividual levels, as well as in the assessment of more fluctuating momentary state emotions. Even though more stable trait emotions, like any other trait assessments, are more predictive of future behaviour and choices (Hsee & Hastie, 2006; Levine, Lench, & Safer, 2009) , the assessment of state emotions is actually more valid and less influenced by factors such as memory biases or social desirability (Scollon, Kim-Prieto, & Scollon, 2003) . Moreover, as proposed in latent state-trait models (e.g., Hagemann & Meyerhoff, 2008) , trait facets can be extracted from state components once they are collected. Finally, even though the focus of the present study was on deep acting and surface acting, which are the most recognized and prominent strategies of emotional labour, the expression of naturally felt emotions has also been acknowledged to be a frequent and important emotion-regulation strategy, not only among teachers and within their caring job (Taxer & Frenzel, 2015; Yin, 2016; Yin, Lee, Jin, & Zhang, 2013a ) but also among other professionals (e.g., Diefendorff et al., 2005) . Future studies should encompass the experience and expression of genuine, authentic emotions as well.
Nonetheless, this study also has certain advantages. First, it is one of the first to examine the reciprocal relations between the emotionallabour strategies of teachers and the emotions that they typically experience while teaching and interacting with students. Second, two facets of surface acting (viz., hiding feelings and faking emotions) were empirically distinguished, because prior research clearly indicates that these two facets are differentially related to positive versus negative emotions: Teachers mostly try to hide negative emotions but fake positive ones (Sutton, 2004; Taxer & Frenzel, 2015; Winograd, 2003; Yin & Lee, 2012) . And third, this research goes beyond the more typical investigation of the relation between emotional labour and more general affective experiences (e.g., positive and negative affect), by focusing on four discrete emotions that are found to be frequent and important among teachers. These four emotions, namely, trait joy, love, anger, and hopelessness, were assessed with a recently developed measurement instrument that proved to be psychometrically grounded and valid in the examination of the theoretically important relations between teachers' emotions and their antecedents and consequences.
Therefore, the results of this study may serve as a useful contribution to the already existing base of knowledge on teachers' emotions, based on the empirical work of Anne Frenzel and her colleagues, as well as on their scales measuring teachers' enjoyment, anger, and anxiety (e.g., Frenzel, Becker-Kurz, Pekrun, Goetz, & Lüdtke, 2017; Frenzel et al., 2016; Lohbeck, Hagenauer, & Frenzel, 2018) .
| CONCLUSIONS AND PRACTICAL IMPLICATIONS
In conclusion, the results of this two-wave panel study indicate that teachers' emotions and emotional labour are related to each other over time. These results may have important practical implications in promoting teachers' emotional well-being. Deep acting, due to its positive effects on subsequent joy, turned out to be a desirable emotionallabour strategy that should be promoted in the teaching context. In contrast, hiding feelings, due to its positive effect on hopelessness,
can be considered as a strategy that is better avoided. Therefore, teachers may focus on implementing some alternative emotion-regulation strategies, such as reappraisal (e.g., reminding themselves that "these are just kids"), active modification strategy (e.g., asking a misbehaved student to "time out"), or behavioural strategies aiming at reducing emotional tension (e.g., deep breathing and walking through the classroom) in order to regulate their negative emotions, because such strategies are found to be more beneficial in terms of their well-being (e.g., Burić, Slišković, & Macuka, 2017; John & Gross, 2004; Sutton, 2004) . Managing the occurrence, duration and intensity of undesirable emotions by means of more beneficial strategies would also likely reduce the frequency of reliance on surface acting, such as hiding feelings, which is in most cases readily available to employees and frequently used in the service sector, but also generally linked to poorer outcomes, such as reduced job satisfaction and higher burnout (e.g., Hülsheger & Schewe, 2011; Philipp & Schüpbach, 2010) . However, when it comes to teachers and faking emotions, the recommendation is less straightforward. In spite of the fact that faking emotions is also a form of surface acting, it seems that faking emotions, especially positive ones such as enthusiasm and joy, is seen by teachers as part of their caring role. Teachers believe that expressing positive emotions, and even negative emotions like anger in some circumstances (e.g., to discipline a student), makes them more effective (Sutton & Knight, 2006) . Indeed, in the present study, faking emotions failed to predict anger and hopelessness, implying that faking emotions in a teaching context may not be so detrimental for teachers' wellbeing, and possibly even beneficial for their teaching performance and their students.
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